Predicting and Reducing Aggression and Violence Toward Teachers: Extent of the Problem and Why it Matters by McMahon, Susan D. et al.
Sacred Heart University
DigitalCommons@SHU
Social Work Faculty Publications Social Work
2017
Predicting and Reducing Aggression and Violence





Sacred Heart University, martineza5@sacredheart.edu
Linda A. Reddy
Rutgers University - New Brunswick/Piscataway
Dorothy L. Espelage
University of Illinois at Florida
Eric M. Anderman
Ohio State University - Main Campus
Follow this and additional works at: https://digitalcommons.sacredheart.edu/socwk_fac
Part of the Educational Psychology Commons, Other Teacher Education and Professional
Development Commons, and the Social Work Commons
This Book Chapter is brought to you for free and open access by the Social Work at DigitalCommons@SHU. It has been accepted for inclusion in
Social Work Faculty Publications by an authorized administrator of DigitalCommons@SHU. For more information, please contact
ferribyp@sacredheart.edu, lysobeyb@sacredheart.edu.
Recommended Citation
McMahon, S.D., Martinez, A., Reddy, L., Espelage, D., & Anderman, E.M. (2017). Predicting and reducing aggression and violence
toward teachers: Extent of the problem and why it matters. In P. Sturmey (Ed.), The Wiley handbook of violence and aggression Volume 3.






















The Wiley Handbook of Violence and Aggression, Peter Sturmey (Editor-in-Chief). 
© 2017 John Wiley & Sons Ltd. Published 2017 by John Wiley and Sons, Ltd.
100
Predicting and Reducing Aggression 
and Violence Toward Teachers: Extent 
of the Problem and Why It Matters
Susan D. McMahon
 DePaul University, USA
Andrew Martinez
 Sacred Heart University, USA
Linda A. Reddy
 Rutgers University, USA
Dorothy L. Espelage
 University of Illinois at Florida, USA
Eric M. Anderman
 The Ohio State University, USA
 Introduction to Teacher-Directed Violence
Teacher-directed violence is rooted within the pervasive problem of school violence. Although 
most research has focused on students, national and state-level studies suggest that the problem of 
teacher-directed violence warrants attention by researchers, policy makers, and school stakeholders 
(Espelage, Anderman et al., 2013). A national US study conducted by McMahon and colleagues 
(2014) found that approximately 80% of 2,998 teachers reported experiencing at least 1 of 11 
forms of victimization, ranging from obscene remarks to physical attacks, within the current or past 
year. Given that teacher-directed violence and work performance are linked and that in the United 
States approximately 17% of new teachers leave the profession within the first 5 years of teaching, 
there is an urgent need to better understand this problem (Gray & Taie, 2015).
Types of Violence Reported by Teachers
Previous work has focused on the more severe forms of violence (e.g., physical attacks; e.g., 
Robers, Zhang, & Truman, 2010). However, burgeoning studies have also examined a wider 
range of types of victimization with the understanding that “low-level” forms of  teacher-directed 
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violence can have serious effects and can escalate into more severe violence. This broader view 
of violence differs from popular portrayals of school violence in the media, such as school 
shootings, and suggests that teachers are commonly exposed to nonphysical forms of violence. 
For example, research conducted among 6,469 teachers in Minnesota revealed that nonphys-
ical workplace violence was five times more common than physical violence (Gerberich et al., 
2011). Regarding nonphysical violence, verbal abuse has been found to be most the common 
type (McMahon et al., 2014; Tiesman, Konda, Hendricks, Mercer, & Amandus, 2013); how-
ever, others forms of nonphysical violence such as threats, intimidation, property offenses, 
bullying, and sexual harassment are also common (McMahon et  al., 2014; Tiesman et  al., 
2013).
Variations Across Teacher and Contextual Characteristics
Although this body of research has examined physical and nonphysical violence, a more com-
plex picture emerges in terms of who experiences violence, which forms of violence are experi-
enced (e.g., physical attack, harassment), and by whom (e.g., students, colleagues). There is 
considerable variation in the experience of teacher-directed violence and a social–ecological 
framework can help us to understand this variation across individuals, school settings, and 
broader community contexts (e.g., Bronfenbrenner, 1979).
Research on individual teacher characteristics, such as gender and race/ethnicity, suggests 
they may play a role in teacher victimization, and results yield mixed findings. Regarding 
gender, some studies indicate that violence is more common among women educators (e.g., 
Wei et al., 2013), whereas other studies have found violence to be more common among men 
(McMahon et al., 2014). Differences may be explained in part by the type of violence being 
reported. For example, McMahon and colleagues (2014) found that men were more likely to 
report obscene remarks, obscene gestures, verbal threats, and having a weapon pulled, whereas 
women were more likely to report experiencing intimidation. Thus, aggregated reports of vio-
lence can mask gender differences. Findings across race/ethnicity are also mixed, with some 
studies finding victimization to be more common among non-White educators and other 
studies reporting more prevalence among White teachers (McMahon et al., 2014; Wei et al., 
2013). In some instances, teachers of certain racial/ethnic backgrounds (e.g., African 
American) have been found to be less likely to be victimized by certain perpetrators, such as 
parents and students (Martinez et al., 2015). Beyond demographic characteristics, there is evi-
dence that intrapersonal factors such as attributions (i.e., characterological self-blame) also 
play a role in teacher-directed violence (Martinez et al., 2015).
Work has also revealed variations across school contexts and roles. For example, Tiesman 
and colleagues (2013) report that physical assault of school personnel is most likely to occur 
within the classroom (62.5%) followed by the hallway/stairway (28%), school office (5.2%), 
parking area (2.9%), or another location (11.4%; values sum to more than 100 due to a “check 
all that apply” condition). Specific circumstances also play a role, as violence often occurs when 
disciplining a student or breaking up a fight (Tiesman et al., 2013). Notable variations have 
also been found across teacher roles, with special education teachers at the highest risk of 
physical and nonphysical violence, followed by general education teachers (Tiesman et  al., 
2013). Teachers who report less support by their school principal are more susceptible to mul-
tiple victimizations across student, colleague, and parent perpetrators (Martinez et al., 2015). 
Thus, principals and school policies may serve as important foci for research and intervention. 
Although less is known about the role of broader community factors, studies indicate that 
whbva100.indd   2 3/1/2017   12:26:40 PM
 Predicting and Reducing Aggression and Violence Toward Teachers 3
teachers working in urban settings are at greatest risk (McMahon et al., 2014; Robers et al., 
2010). These variations across context and role are informative as they have implications for 
assessment and school intervention.
 Assessment of Violence Against Teachers
Effective prevention and intervention for promoting educator safety is predicated on compre-
hensive and accurate measurement. Without reliable, valid, and contextualized assessments of 
violence against educators, issues of school safety will remain. Both interactional and social–
ecological theories can serve as helpful frameworks for conceptualizing the methodological 
and measurement issues in understanding and preventing violence against teachers. 
Interactional perspectives focus on the temporal ordering of events leading to violence. This 
perspective examines events that precede the violent action (antecedents), behaviors, and con-
sequences (Neuman & Baron, 2003). From a social–ecological perspective, violence against 
teachers must be viewed from a multidetermined, multisource, and multisystemic perspective 
(e.g., Bronfenbrenner, 1977). Specifically, teachers interact with students, colleagues, admin-
istrators, and school- and district-level policies, and it is the assessment of these complex inter-
actions that can help us understand and address violence against teachers.
Current Data Collection and Assessments
Kanrich and Reddy (2015) conducted a systematic review of 33 published and unpublished 
(1988–2015) investigations of violence against teachers, consisting of 48,433 educators and 
85,426 students across 11 countries. They found the methodology and assessments used in 
the literature to be both diverse and limited. Using a structured review coding system, the lit-
erature was independently analyzed across five dimensions (characteristics of educators, stu-
dents, and schools; methodology; outcomes) that included 40 variables yielding an average 
intercoder agreement (percent agreement) of .95. In this chapter, only a sample of variables 
related to data collection, assessments, and data analytic approaches is presented due to space 
limitations.
Measures
The majority of studies used surveys that measured constructs ranging from violence and vic-
timization to stress, life satisfaction, school climate, and professional development (see Table 
100.1). For example, six studies (18.2%) assessed victimization, violence, bullying, or 
harassment and six studies (18.2%) assessed school climate or school culture. Three studies 
(9.1%) examined teacher burnout or strain and three studies (9.1%) assessed educators’ emo-
tional and physical symptoms. Across the 33 studies, 48.5% reported only one psychometric 
index (i.e., internal consistency) on the measures used. To date, there is no validated measure 
for assessing teacher-directed violence.
Data sources and data analyses
Methods of data collection were reported in approximately 87% of the 33 studies, with the 
most frequently used method being mail, followed by web-based methods, in-person ques-
tionnaires or interviews, and telephone surveys. Data were gathered from various informants, 
with 67% assessing teachers, 21% assessing students, and 12% assessing school administrators; 
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Table 100.1 Measures used in the literature on violence against teachers.
Measure Construct(s) Psychometricsa 
(Informant)
Author of Measure
Measures of Victimization, Bullying, and Harassment
Negative Acts 
Questionnaire
Perceived exposure to direct and 
indirect bullying behaviors




Bullying .92 (Teacher) Fox & Stallworth, 
2005
Bullying Scale from 
the School Climate 
Bullying Survey









Student victimization .72 (Student) Gottfredson, 1999
Teacher Victimization 
Scale
Teachers’ experience of 
victimization




Frequency of being the target of 
aggressive behavior from 
students
.78 (Teacher) Tillmann et al., 1999
Schools and Staffing 
Survey
Student threats and assaults; 
perception of administrative 
support
.86 (Teacher) National Center for 
Education 
Statistics, 2008











Degree to which schools have 
consistent and explicit goals
.94 (Teacher) Gottfredson & 
Holland, 1997
Experiences of School 
Rules
Perception of school rules as fair .74 (Teacher) National Center for 
Education 
Statistics, 2005
Daily Structure Scale Perception of how strictly school 
rules are enforced
.54 (Student) Cornell, 2006
Learning 
Environment Scale
Perception of school support .96 (Student) Austin & Duerr, 2005
Help Seeking Scale Willingness to seek help from 
school staff for bullying and 
threats of violence













Time pressure; quality of school 
environment; student-oriented 
education; aggressive teacher 
behavior; achievement-oriented 
education; discipline-oriented 
education; teacher commitment; 
collegial support
.73; .72; .86; 
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only 15% gathered data from multiple informants (Gottfredson, Gottfredson, Payne, & 
Gottfredson, 2005).
Regarding data analyses, only 43% of the 33 studies provided descriptive statistics. Although 
inferential statistics were used in the majority of studies (81.8%), there was a range of tests 
used. Specifically, frequencies or percentages were reported most often (88.9%), followed by 
regression analyses (55.6%), correlations (40.7%), and chi-square independence tests (25.9%). 
Only a handful of studies employed multiple methods and/or more advanced data analysis 
techniques. Additionally, there was limited information on causality and long-term implica-
tions of teacher-directed violence, as most studies were cross-sectional. In sum, the methodo-
logical designs and analyses used within this body of research are limited, offering opportunities 
for measurement development and validation.
Table 100.1 (Continued)
Measure Construct(s) Psychometricsa 
(Informant)
Author of Measure






.89; .73; .76 
(Teacher)








Strain Questionnaire Class-oriented strain; social strain .73; .72 
(Teacher)
Van Dick, 1999
Positive Affect Scale How often teachers experience 
different affect states








Physical health symptoms .85 (Teacher) Spector & Jex, 1998
Moos Depression 
Scale








Satisfaction with one’s present and 
past life and future






Job satisfaction .90 (Teacher) Cammann et al., 
1979
Other Measures
Personal Belief in a 
Just World Scale
Belief that events in one’s life are 
just
.85 (Teacher) Dalbert, 1999
Teacher Follow-Up 
Survey
Teacher attrition Not available 
(Teacher)
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Directions for Assessment
Rigorous and comprehensive investigations that examine individual and contextual risk and 
protective factors are needed. While numerous measures exist to study violence against stu-
dents, reliable and valid school-based assessments are not available to assess teacher-directed 
violence. This gap underscores the need for additional measures as well as web-based data sys-
tems to facilitate collection, management, and use of data related to educator victimization.
First, a reliable transnational data source is needed so as to establish the human and finan-
cial costs of educator victimization. Concerns of school safety discourage prospective educa-
tors from entering the field and prompt educators to leave the profession (Espelage, 
Anderman et  al., 2013). Likewise, research has underscored that job-related stress (e.g., 
caused by victimization) may lead to job dissatisfaction and lower levels of commitment to 
teaching (Klassen, Usher, & Bong, 2010). An anonymous, web-based transnational edu-
cator safety registry would provide an evidence-based and secure mechanism for educators 
and school administrators to report and track incidence and prevalence locally, regionally, 
and nationally. Such a registry would serve as a data source that would enhance under-
standing of teacher victimization and guide decision making for policy makers, local school 
action, and research.
Second, there is no convergence on the type of research methodology and assessments for 
this area (Kanrich & Reddy, 2015). Likewise, available school assessments lack validity evi-
dence. Given this void in school measures, we recommend multidimensional assessments that 
capture constructs and sources from a social–ecological perspective. For example, measures 
are needed that include educator and school system characteristics (e.g., Martinez et  al., 
2015; McMahon et al., 2014), school policies and procedures (e.g., McMahon, Keys, Berardi, 
& Crouch, 2011), and school supports such as leadership skills, relational quality, and oppor-
tunities to obtain help (e.g., Türküm, 2011). Similarly, we recommend that school safety 
assessments adopt a 360-degree assessment approach that captures the perspectives of 
teacher(s), students, parents/guardians, and school administrators (Reddy, Espelage, 
Anderman, & Kanrich, 2016). Data generated from multidimensional and multisource 
assessments can help to pinpoint risk and protective factors that inform data-based decisions, 
policies, and practices.
Finally, as a complex phenomenon, violence against teachers requires integrated assessment-
intervention approaches that identify and monitor individual, group, and contextual processes 
that may prevent and foster violence in schools. School prevention and intervention efforts 
would benefit from the development of web-based formative assessments that assess and track 
educators’ safety during and across multiple school years. Web-based school safety assessments 
that include educators’, students’, and school leaders’ perspectives would allow for efficient 
and ongoing assessment of changes in safety. These assessments would also provide mean-
ingful, time-sensitive information on the fidelity of interventions and school-level outcomes 
(Reddy et al., 2016).
 Violence Prevention Interventions
Many programs and interventions have been used to prevent and reduce violence in schools. 
Almost all of these efforts have focused on violence and aggression toward students. 
Nevertheless, school personnel and other members of the school community stand to benefit 
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from these programs as well. New efforts incorporating prevention of violence against teachers 
can be enhanced by prior research with students.
Violence prevention efforts, to date, can be organized into types of interventions: (1) gen-
eral management practices that are used to manage student behavior in classrooms (e.g., class-
room management) and (2) specific or targeted interventions that are directed toward 
particular problem behaviors (e.g., bullying), specific populations (e.g., aggressive students), 
or particular age groups or developmental levels (e.g., first-graders). We discuss these inter-
ventions in the following sections, as each offers implications for efforts aimed at the preven-
tion of violence against educators.
General Management Practices
Foremost, educators have successfully prevented and deterred violence from occurring by 
carefully considering numerous aspects of the classroom environment that are related to vio-
lence and aggression and establishing patterns and expectations early in the school year. 
Effective teachers attend to the physical layout of the classroom (e.g., Carter & Doyle, 2006); 
promote a sense of belonging and a positive climate (e.g., Anderman, 2002; Juvonen, 2006); 
establish clear and understandable rules (e.g., Lane, Menzies, Bruhn, & Crnobori, 2011); 
engage students in their academic work (e.g., Pas, Cash, O’Brennan, Debnam, & Bradshaw, 
2015); and appropriately deal with misbehavior (e.g., Evans, Wilde, & Axelrod, 2009; 
Ormrod, Anderman, & Anderman, 2016). Educators who attend to these issues report fewer 
instances of behavioral problems, including violence and aggression, improving school safety 
(Espelage, Anderman et al., 2013).
Specific and Targeted Interventions
Interventions can also target more specific problem behaviors. The use of a three-tiered 
approach is often effective, wherein primary prevention strategies are implemented and 
designed to foster positive behaviors among the student population (e.g., George, Kinkaid, 
& Pollard-Sage, 2009). Primary prevention programs are generally administered by teachers 
in classrooms. For example, conflict-resolution programs can be implemented with a large 
group of students all at once; such programs have reduced antisocial behaviors, most 
notably during early adolescence (e.g., Garrard & Lipsey, 2007). Many schools also imple-
ment antibullying programs aimed at entire classrooms and schools, and these too can be 
effective, although the sustainability of such programs needs to be more consistently 
addressed (Bradshaw, 2015). Secondary prevention strategies are implemented to focus on 
students who are at high risk for violence or aggression. These efforts may include class-
room-based violence prevention programs implemented by teachers collaborating with 
staff in urban schools that serve at-risk youth (e.g., McMahon & Washburn, 2003). Tertiary 
strategies are targeted for use with students already demonstrating aggressive or violent 
behavior (Dwyer & Osher, 2000; Espelage, Anderman et al., 2013). Functional-assessment-
based interventions and strategies take into account contexts in which students misbehave 
and consequences of student actions, and are particularly effective with aggressive students. 
Then individualized interventions are used to target the causes of specific problem behav-
iors (e.g., Lane et al., 2007; Lane, Oakes, & Menzies, 2010). Environments can be manip-
ulated to alter problematic behavioral patterns that affect safety for both students and 
school staff.
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Applying Prevention Efforts to Teachers
In order to address violence against teachers, comprehensive efforts are needed that address 
the entire ecology of the school. Such efforts need to account for the multiple levels of 
influence and complex interactions among systems that have been addressed to some degree 
in student-focused efforts (i.e., student, teacher, and school level). Teachers’ needs and expe-
riences must be incorporated into student- and school-based assessment and intervention.
We can learn from the numerous programs that have been developed for students. One of 
the challenges in examining student violence prevention interventions is that there is an array 
of possible outcomes that can be affected by these interventions; some of these outcomes may 
benefit teachers whereas others may not. Thus, although school-based violence prevention 
programs can successfully reduce aggressive behaviors (e.g., Durlak, Weissberg, Dymnicki, 
Taylor, & Schellinger, 2011), many violence prevention programs have not been successful at 
reducing violence across a wide range of outcomes simultaneously. Thus, teachers may benefit 
somewhat if overall aggression decreases, but direct positive effects for teachers may require 
more targeted interventions for teachers.
It is particularly important to examine the efficacy of prevention programs in terms of their 
effects on outcomes as well as on mediating variables, which many studies do not include 
(Dymnicki, Weissberg, & Henry, 2011). In a meta-analysis examining violence prevention 
programs aimed at elementary school students, results indicate that potentially important 
mediators include (1) the acquisition of skills by students (e.g., conflict-resolution skills), (2) 
social–cognitive processes (e.g., metacognitive processes in which students self-reflect about 
thoughts and actions), and (3) classroom characteristics (e.g., classroom climates focused on 
nonviolent, peaceful resolutions of conflicts; Dymnicki et al., 2011). Thus, mediators may be 
considered in the prevention of violence against teachers.
 An Intervention to Address Violence Against Teachers: A Social–
Ecological Approach
A social–ecological perspective should also guide intervention. An intervention to address vio-
lence against teachers needs to target risk and protective factors at each level of the social 
ecology, including individuals, classrooms, schools, families, and communities. Bronfenbrenner 
and Evans (2000) expanded their ecological model to consider the notion that systems can be 
chaotic, and exposure to chaotic systems can have deleterious effects on social development. 
Chaotic systems are often characterized as frantic, lacking in structure, and unpredictable, 
which could describe many schools and homes where youth spend their time. Considering 
chaos seems particularly informative given that more disorganized schools have higher rates of 
violence (Foster & Brooks-Gunn, 2013). Our proposed intervention targets each level of the 
social ecology and argues for minimizing chaos.
In order to minimize chaos and the likelihood that teachers will experience violence, inter-
ventions must include comprehensive strategies; necessary resources (e.g., staff, services, fund-
ing); positive relations between students, teachers, staff, and administration; nonpunitive and 
equitable disciplinary policies; nonviolent norms; and clear behavioral expectations. Chaos 
often emerges in schools because of the high rates of turnover in administration, teachers, and 
support staff. These changes are often not anticipated and can create a negative climate if not 
addressed directly.
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Microsystem
From the social–ecological perspective, social settings where children have direct contact with 
other people are referred to as the “microsystem,” which includes peers, family, and schools. 
An intervention designed to prevent violence against teachers should educate all adults in the 
school about how to manage their classrooms in order to provide structure, consistency, and 
clear behavioral expectations. Research has shown that, in classrooms where teachers promote 
prosocial behaviors and equity, youth with a genetic marker of aggression do not behave 
aggressively (Brendgen, Girard, Vitaro, Dionne, & Boivin, 2013). One method for creating 
prosocial classrooms is for teachers to work with students in collaborative groups and imple-
ment social–emotional learning lessons (Durlak et al., 2011; Espelage, 2015). These programs 
can teach students how to regulate their emotions, control their impulses, communicate more 
effectively, resolve conflicts peacefully, and develop healthy problem-solving strategies. Indeed, 
these social–emotional learning programs have yielded reductions in disruptive classroom 
behaviors (Durlak et  al., 2011) and physical aggression among students (Espelage, Low, 
Polanin, & Brown, 2013), which could indirectly contribute to reductions in violence directed 
toward teachers.
However, programs directed at improving student behaviors are likely to have only limited 
success if they are not embedded in a larger school improvement process that involves all 
members of the school. School climate reform is an improvement process that engages all 
members of the school community in ways that recognize both the community’s local needs 
and goals and adults’ and students’ behavior and learning (Cohen, McCabe, Michelli, & 
Pickeral, 2009). Practitioners and school administrators need to first assess perceptions of 
school climate by surveying staff, parents, and students. These data can then be used by school-
wide school climate committees and practitioners to create a school improvement plan. Such 
efforts might include developing a code of conduct that reinforces values of caring, respect, 
and fairness; enforcing consequences of aggression; establishing nonthreatening ways for 
teachers to report violence (e.g., ensuring confidentiality); and training school personnel in 
identifying and responding to potentially violent incidents.
Mesosystem
Mesosystems consist of interconnections between microsystems and can include a multitude of 
interactions that may not involve a child, including how parents communicate with teachers and 
staff. McMahon and colleagues (2014) found that parents are also perpetrators of violence of 
against teachers—37% of the victimizations reported by teachers were perpetrated by parents in 
a sample of nearly 3,000 teachers. Thus, an intervention to reduce violence against teachers 
should involve parents in order to achieve better outcomes. Otherwise, the messages children 
receive from school and home may be inconsistent. In a sample of ninth-grade African American 
males transitioning to high school, lower levels of parental involvement in school were associ-
ated with lower student self-esteem and academic success (Patton, Woolley, & Hong, 2012).
Exosystem
The exosystem is the social context with which the child does not have direct contact but 
which affects youth indirectly through the microsystem. Numerous aspects of the commu-
nities where youth reside could lead to a heightened risk of violence within and outside school. 
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For example, when youth have limited resources for prosocial activities and opportunities to 
interact with prosocial peers, when there is a high concentration of economic disadvantage and 
drug exposure, the likelihood of violence is increased, especially among inner-city and rural 
communities (McGrath, Johnson, & Miller, 2012). Thus, an intervention program needs to 
establish community partnerships to bolster opportunities for youth to interact with positive 
peers and adult role models, reduce substance use and sales, and enhance economic resources 
and opportunities.
Macrosystem
The macrosystem level is commonly regarded as a cultural “blueprint” that may determine 
the social structures and activities in the various levels (Bronfenbrenner, 1977). This level 
includes organizational, social, cultural, and political contexts, which influence the interac-
tions within other system levels (e.g., state legislation, discipline policies). Sociological the-
orists assert that school norms can perpetuate inequality, alienation, aggression, and 
oppression among students in relation to their race/ethnicity, gender, and socioeconomic 
background (Leach, 2003). For example, based on zero-tolerance policies, “school safety” 
is often used as a rationale for exclusionary discipline practices, but it is evident that the use 
of disciplinary referrals, suspension, and expulsion is not equitable across race/ethnicity 
(Skiba, Michael, Nardo, & Peterson, 2002). Broader social–cultural beliefs can become 
manifest in unequal disciplinary practices, which can then underlie teacher-directed vio-
lence. In fact, research by Tiesman and colleagues (2013) indicates that violence directed 
toward teachers can occur when students are disciplined. Thus, the social–cultural beliefs 
and attributions that underlie behavioral management practices can also serve as an area for 
intervention (Martinez et al., 2015).
 Future Directions for the Field
The field of violence prevention has largely focused on students. While students play impor-
tant roles in this societal problem, teacher roles and experiences have largely been ignored. We 
now have a clear understanding that teacher victimization is a significant problem that needs 
to be examined and addressed through a theory-based approach in addition to and in 
conjunction with student victimization. Social–ecological models are useful in considering 
direct, indirect, and dynamic effects on development and behavior across multiple levels of 
influence. Assessment tools for teacher victimization have lagged far behind student-based 
measures, so considerable effort is needed to develop reliable and valid measures. Violence 
prevention interventions have also been student focused, including both general management 
strategies and specific targeted interventions. A holistic approach to addressing violence needs 
to incorporate students, teachers, staff, administrators, parents, and school districts as well as 
factors that indirectly affect youth and teachers. Strategies may include implementing positive 
behavioral expectations, training teachers in classroom management and crisis intervention, 
creating positive school norms and climates conducive to teaching and learning, developing 
and implementing clear and consistent policies, enhancing communication and support across 
and between systems, and providing adequate resources. We need to reduce the stress, turn-
over, and victimization that teachers experience, and focus on creating an effective teaching 
and learning environment where everyone feels safe.
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Although violence prevention has largely focused on students, national and state-level 
studies suggest that teacher-directed violence warrants attention by researchers, policy 
makers, and school stakeholders. In this chapter, we provide an overview of the empirical 
literature on teacher-directed violence, including the extent of the problem, types of vio-
lence teachers experience, measurement issues, and how this problem varies across perpe-
trators and social contexts. We specify recommendations for assessment, including 
developing and using reliable and valid measures to better understand teachers’ experi-
ences with violence. Violence prevention approaches are described, and we advocate for 
assessment and intervention that incorporate teacher experiences. Using a social–ecolog-
ical model, we outline intervention strategies that address school violence that affects 
students, teachers, and administrators at the microsystem, mesosystem, exosystem, and 
macrosystem levels. Ultimately, we need to take the entire school ecology into account 
to reduce violence and create an effective teaching and learning environment where 
everyone feels safe.
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